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PREFACE

The Reading Center of the College of Education,
University of Maryland, has sponsored a series of pesition

sapers in reading and the language arts. The papers were

presented for discussion during seminar sessions taking
place from ﬁhé spring of 1969 through the spring of 1970.
The topics treated in the papers reflected both
traditional concerns of educators and issues and interests
which signaled new areas of emphases in the field. The
traditional were represented by papers offering new in-
sights and fresh suggestions for teacher training and for
the evaluation of standardized tests results. A lgng over—
due shift in emphasis from approaches and technigues related

+to decoding to a focus upon-the cognitive component of read-

ing was evidenced by those papers dealing with aspects of

comprehension. Part of the credit for the current renewal
of interest in comprehension might be attributed to the
fields of paycholinguistics and dialectology, tgpicsidis—
cussed in two of the papers. ’

The intent of this position paper project was to

stimulate the kinds of thinking and reactions which might



O

ERIC

Aruitoxt provided by Eic:

lead to improvement of teacher training programs and of

£ one of these .

iz}

reading programs on all levels. If Jju
papers offers you an exciting idea, our gecal will have

been accomplished.
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A CCMPETENCY PROGRAM IN THE
UNDERGRADUATE READING CCURSE

Robert M. Wilson

Is it possible to develop undergraduate courses in

Q

education which permit students to develop competencies in

teaching and which allow for the individu of

0y
o

1l difference

il

students coming into such courses? Although such a program
will not be easy to teach and might cause more problems than
it solves, it is the position of this paper that we should

study the possibilities of establishing competency courses.

As you know, the traditional methods courses usually
involve variations around one or more of several themes.
One theme is that the professor has a lot to tell the students.
Students are expected to listen to his talking, take notes,

The examina-

\m

read related literature, and pass examinations
tions are based on the talking and/or the literature. The

student competes for a grade with his classmates. The in- -

fluence of something referred to as a "normal curve" is
used to just;fy the graé ng stem so that grades earned show
1
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a spread of A's, B's, C's, D's, and occasionally F's.
Normally the student is expected to earn a C or better. How-—
ever, there is no agreement., about what a C means - nor is
there any agreement concerning what a C student is able to

doe in a classroom. My guess is a C means that a student has

a mediocre understanding about the course - if such under-
standing reflects classroom competency it must surely be a
coincidence.

Anoiher theme is based around the same type of course
but instead of basing grades around a curve distribution the
grades are based on a standard set by the nrofessor. In such
cases, an A is technically possible for all students (but not

really because the standards are usually set so high that

most students will not reach the A mark). In such cour

= es
the stuéent,warks against himself;(gr against the prof) ﬁ§£t~
against other students. Grades in theéa‘écurses tend to be
higheri!giénapa:e tha,butt‘af;much ~sriticism, i.e., tha pro-

fessor is too easy. The,meaﬂiﬁg of the grades are as dis-

turbing as with the previous theme discussed.-




.A third general theme is that the prcfessor has the
students do most of the talking. In these courses the pro-
fessor either assigns reports which students give to students
or the chairs are arranged in a large circle to facilite the
discussion of assigned topics. In such courses students who
talk well obtain the best grades. Professors in these courses
use either a "curve" grading system or a "standards" grading
system. Grade meaning is eqgually difficult to interpret.

While many of my collegues use other methods or themes,
it seems to me that we have not changed our technigue much
from the basic themes already discussed. We are teaching
about method, about content, and about teaching. "It is my
rcontention_that our themes have three basic weaknesses:

1. We-do not provide instruction which &irectly
helps'the studentfdevelbp skills in *éaching.
2.  We encourage mediocrefpe:formance“by:stayingiwith
,themeS»which‘(é)'doantfconsiderLthé competenéy'V
,;of £he student-enﬁering.the:courée, éﬁd (b)'dc
"notlconsider;different ;earning~rates withiﬁfthef

- gourse. -

Doaes
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3. We encourage mediocre performance by presenting
the same content to all students regardless of
their needs. The student who learns the fastest
and remembers the most seems te get the best grade.
Wnether that grade reflects ability to teach or

not is mostly conjecture.

sted Progra

It seems as though it should be possible tor all of
the professors who teach a given methods course to agree upon
several teaching competencies which all students who take the
course should strive to acquire. Could we sit down and say,
"A student who takes EDEL 153, Teaching of Reading, should
be able tgg_.i(l)i;g;(2);_,;(3)gii,(4);.;,“_1 Developing
these competencies then wgula be t e major thrust ot the
course. . The p:afessgr;eguiﬂ P:asgnt;infarmati@n-cgncern;ng

each area of competency, éemanStraté teaching technigues with-

in the. competency, bring related materials into the classroom

faz*studentsvté;éxamineifpermit;stuéents'taﬁpzagticé the com=

petency with Peeré,'aﬁé FINALLY have the stuaént_éémcnstrate‘

)
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the competency in a classroom with children. Each student
could work at his own pace. When the student is ready to
demonstrate his competency, he could do so. When one com-
petency has been demonstrated in a satisfactory manner he
could move on to the next one. When he completes his final
competency the basic requirements of the course are satisfied.
Such students could select one of a "x" number of areas for
investigation either as individuals or in small seminar groups.

The student who cannot demonstrate the competency in
a given semegter‘(mansmade at 15 weeks) continues in the course
until he can demonstrate the competency. ,His speed of learn-
ing is not a basis for the grade, rather his willingness and
ability to develop the competency. ‘A system will need to be
developed tc pérmit the "incomplete" student to continue study
and practice.

The grading system shguld,alsg-bejadjﬁstea. Once
~ competencies are.met—,the stuaent has gatisfactarilf completed
the methads caurse_} tq suggest a. “pasé“ or an. "1n¢amplete

arrangément with the pass gzade hclalng AorB value fcr

12
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transcript purposes, or an "I"-"incomplete". In either case,
it seems important to take the emphasis away from the grade
and replace it with emphasis upon the learning which has been
determined to be desirable.

Advantages

ees several obvious advantages which

w

This writer
could result from courses developed along this theme:
1. Instead of being able to say that a student earned
a "C" in reading, we can describe what it is we
know the student can do. To his future employer,

- his graduate school, or anyone else who is inter-
ested we can say, this stuéent'can’(1)_ii(2)i.i;
(3)-;,;(4).;g,(5);.§g

2. By placing emphasis upon the‘é@ﬁ@&tensy and not

v'@g the grade, the student can more clearly see
the purpose of the course and can work toward
completion at any rate he so desires.

3, The professor can provide instruction in any man-
ner he $é aé§irés and he can iﬂﬁluéefsthéf'féatuﬁeé

=
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of the course. But, all courses would hold some
very basic competencies in common.
4. Speed with which a student can learn will not be

to his advantage or disadantage. BSpeed of learn-

¥+ ]

ing will be replaced by thoroughness of learning.

A le tat;,

The major problem, one which must be carefully con-
sidered in order to be avoided, is a tendency for the student
to "ape" the professor as he strives for competency. Compe-~-
tencies must be established in such a manner as to permit
differences in teaching style and allow for creativity on
the part of the teacher.

And, S0.....

Many of our staff are experim menting with ideas such

as those suggested in this paper. Many sf the suggestea activ-

ities in this paper are gleaneﬂ from élscﬂsslﬂn W1th other

e

rofessors. This writer is not trylng ta devalcp the WELSDH

THEME.‘ He is taking the position that a department such as

ours can no 1Dnger csnt;nue unéerg:aéuate égucatlan in téachér :

j




education in the same manner as undergraduate education

has been conducted for years. The time is ripe for change

)]
rk

- we have a staff which is capable of changing - we should

try it NOW.
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Reactions to Dr. Wilson's paper:

1. Too often students only gain ideas and infor-
mation from a readirg methods course with little or no
opportunity to implement this knowledge with children in
the classroom.

2. Competency requirements should be structured i
a manner flexible enough to allow for creativity and expres-
sion of individual differences in personality and teaching
style.

3. Methods courses based upon competencies should
not replace the student teaching experience. Whereas indi-
vidual courses would require the demonstration of specific
competencies, the student teaching experience would con-
tinue to require demonstration of one's ability to synthe-
size learnings from all courses.

4. A methods course based upon demonstration of
competencies reguires consideration of learning hierarchies
which describe intermediate skills that lead to attainment
of competency in specific areas. Formation of behavioral
objectives to serve as guidelines in evaluating student
competency should be an essential part of the planning and
development of the course. ‘
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CHILDREN'S RESPCNSES 1C STIPULATED
LI TERATURE SELECTIONS
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The purpose of this paper is threefold: (1) to high-
light the renewed interest in literature for children; (2)
to report results of a content analysis of sixth graders'
responses to stipulated books; (3) to encourage further re-
search and exploration of ideas having implications for the
literary experiences of children.

Current Status of Literature for Children

Concern for developing the imagination and attempts
to apply som2 linguistic:concepts and content to the language
arts curriculum have prompted a re—examination oif the func-
tion of chi1a33ﬁ35 1iterature in thE}S§hD§1. The newly-formed
Committee on Literature for Children and. Adolescents (Confer-
ence .on English Eaucatlsn - NCTE) is Praviélng aaaegrlmpetus
ta'the maveméﬂt.f;Ev1den:e Qf ‘this reneweﬂ lntezesti'sfféqnd

in Engllsh curzlcula WhlEh have aéﬁeé ‘more. 11terary selectlans

f.téaegistingfsequencés 3:_Wh1ch, -in - Eact have PIEEEntéﬂ lltéf—

atgre‘as»thg3egrghaf-ﬁhe;éammuniéaticnssprcgzam,;,‘#gﬁi»»13




The state of literature for children in American

schools is generally unsettled in terms of which experiences
when, but a program appears to be desirable. Recent pro-=
posals include a suggested sequence based on a developmental

point-of-view in which children as young as two experience

the world of fantasy and imagination through much "topsy-

turvy" verse (Chukovsky, 1963). This early exposure to fan-
tasy helps the child interpret the real world. A more struc-—
tured approach is offered by The Nebraska Curriculum Develop-

-nt Center (1966). Although developmental in a sense, the

Nebraska program introduces children to most of the literary

categories or genres at each graée level.

To esrablish a résearch-basis_far program éevelag—:
- ment, sgeglallsts'in childfé 1lite 'atu:e have anPEtlgatéﬂ
yauagStézs? : sponses or reactions tgffrég reading. - The-end

fgﬁééuéts of most of these inéﬁwri

sfaze lists. ot tltli, and
',types Df bgcks greférr%a by bﬁys and glzls af vary;ng ages-
"!aﬂﬂfintélliQEEGEa,’It has been shgwn, hawever,,that chllﬂr

res F"ses to bagks can be st:uctureé so they reveal nat Dnly
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title and category preferences but indications of where the

situations. Before this kind of information--essential to
effective planning for and with children--can be obtained,
more refined instruments must be designed. The data pre-

sented in the next section of this paper represent one

attempt, admittedly a crude one, to explore in more depth

to free reading.

[/}

children's response

Children's Res

One-=hundred sixth graders WE;E,aékéﬁzté rgaa from

'a stipulated list of children's trade books and .to tell.

whether they llk%ﬂ the books, did ﬂct,iiké théﬁ, Q@_th@gghtw
they were ill right. .In aééltlan,.the subgects wer é;askea,

ta-give,reassnsffar_thei: 1 ikes ¢§rlﬂislikes Tbe”;antent

of thél“ respanses in ,h hrthé;5;316;ﬁﬁyzﬁh§g 1iEg§5qr;:
ﬂlsllkeé a. bgak was examlneé anﬁ categafles we:e éérivea by

;ndugtlan (Eerelscn, 1952) fln&tg:n; these Eategar;es -were

u

\[ﬂ\

E§ iﬁ;Elaséifyimg the respansas.JfThéggnithf{;§§§Enﬁﬁgsg
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in this analysis was the complete response or theme. A
brief definition of the categories employed follows:

Character: Included in this category were state-—

ments referring to the iiving subject or subjects of the
ory as specific individuals or specific groups of in-
dividuals. ("I like J.F.XK.".)

Literary Components and Format: Statements refer—

ring to situation, plot, theme, setting, content, style of
writing, format, and type of literature were assigned to
this category-.

Read%r - Involvement: -Any statement which involved

a cgmparlsan, ‘conjecture, identifisati@n with, interpre-
tation, association, emgathy or any ﬂéparture fram a re— -

statement or evaluation of thé”manlfést Eantent was placed .
in this category. - Réaﬂéf ;nvﬁlvement flsg j’pl;,s ﬁemﬁhésnff

:ma§é cn the reader.: (“I never thaught of it: that wayi,)

Refe:ences tc telev;slan,;

?aéla, mav;es;-curtent;hapPénipgs;,Qr~ava;lability §£ bqus, ;

*wérergr§g§35 in éﬁisjéatéééty;

f i§§£);: '
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Table 1 summarizes by fregquency count and percent-
age the children's statements according to category dis-—

tributions.




TABLE 1

FREQUENCIES AND PERCENTAGES OF CHILDREN'S COMMENTS

ACCORDING TO CATEGORY DISTRUBUTIONS

Category Number Percentage
of of
Comments Total

Character 69 8.0

Literary ' 719 83.0

Reader 65 7.5
Involvement

External 13 ' 1.5
Influences _ , o i —

22
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Examination of individual responses in each cate

[{#]

= ory

would provide some indication of where these children were

in their ability to perceive plot, theme, and setting; the

e

external factors that I

nfluenced their reading the selection;
and where they were in their ability to project themselves
beyond the printed page. In view of the expressed concern

for developing the individual's creative imagination and

sensitivity, selected comments from among those categorized

as 'reader involvement' are presented as illustrations of

what teachers can learn about children as they experience
deeply thé ﬁaaks they'réaég. |
 ;Eecagsé ?au félﬁ like yéa were there." lﬁ"F
".;Lalmaét liEe t?ué Lifé;“ 2_:V"W@n§ar if it was
real or not." 3. |
"Thé'éhiiareﬁrwéie a lot of fun té be with." 4.
"pidn't maké muchiéénsag“ 5. o
"Because ié'haa a lot of feeling." 6.
"Because it shows what a person can do if they put
enough effort forth." 7.

* pitle of books commented about are listed in Appendix.

23
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"yvou couldn't tell what was going to happen next." 8.
"It wasn't as exciting as I though it would be." 9.

"I couldn't get my mind on it." 10.

"gEverybody knows a girl can't throw a boy in the

(o]

top

f trees.™ 11.
"I wish I could live like that.™ 11.
"T wish I had a house like that." 12.

iig

~cause T never believed all those things could

\m\

happen to one person." 13.

"I never though about anything like that." 14.

v _..and they We:eréifferéﬁt f:am any:cthér family;“ 14.
",_..and the thiﬁgs ﬁhéy did geeméé vgr?rﬁnnatural_“ lLo.
“éxeitiﬁgrin a pig's way." VLS_ | |

“T learned a lot about the old Waysrcf 1i£é;ﬁ 16.
"None of the rhymes made én§ sénseQ"‘fLT-

The

v

bove responses suggest the subjects' ability




to go beyond restating and evaluating the content of the

books. From another perspective, the children's re ctions
can imply the demands which literary selections can make on

-ure often requires that the reader iden-

H

the reader. Litera
tify with others, react emotionally, imaginatively, and sen-
sitively, visualize, seek meaning from both content and form,
empathize, undexrstand, and make the leap of faith--suspend

reason.

Discussion and Implications for L: Literature in the Elementary

School

Information gained by noting children's expressed
reactions to literature can be of value to teachers as they
plan curriculum and guide and encourage éhiiér’ in their
fgaéinég*'stéver, whatyhép§gn57tc thé_rEEae:.asrhé inter-

*acts‘withthe7stcrymayabe-EVEnvmére’impértant;*As the
éhildrespanascreatively”and7imagihativély ta”a~sEIEctién
h%‘may be.élarifyingihisAgwn ideas;ptr?iﬁgﬁéstwﬁéW&@ﬁés}*?

1di g h

B Hl'
ﬂ

- standing in someone else s shces,-§r=Bu

H
)
)
e

o
]
n
Qo
o
I

cept. W:ltlng resganges tg béaks ‘is one- way of écmmun;cating




 enhance§ when teachers and ghilﬁ:enféngagg,

. itse

12

reactions, skills, and knowledge, but sharing ideas in

H—I\

interacti

verba

\O\

n is another approach—--one which lends

M
[t

f r»eadily t

U\

classroom procedure.

b

ol

i

iy}

ook sions in which children are encouraged.

11
w
p]

us
to express ideas similar to those subsumed underxr "reader
involvement" help children grow in their understanding of
self and of man as a human being. Discussions can also.
contribute to the development of the process skills of.

communicating, perceiving, loving, creating, and valuing

H

as defined by Berman in her proposal for a curriculum which

encourages the growth of contributing, responsible individuals

In addition to-providing opportunities for experienc-
ing feelings, trying on new roles, viewing an_action  from

angth:r'Perspéctivgf;anadevaluatingffgr@up'aiscussién53stimé

ulate atténtlvé llsténlﬂg ‘to what, is said ané;r%sgﬁnsib;§ 

réaetiaﬁ to an@thérfs iﬂeasér11hiﬁking¢$k;11$fgan;alsa{be1_

~ ‘P\g !

,,,,,, = n as klng hlghe:

level queStignsﬁwhiéh.call -fox éivg?geﬁt;éné;evaluatlvsythiﬂka

26



Although instruments for formally assessing child-

ren's reactions to literature remain relatively crude,

children need to be encouraged to think about and talk about
what they read. This talking out, acting out, or whatever
form it takes flourishes in an atmosphere of safety and

trust--an atmosphere in which the humanity of man is explcred

\IH‘ "

with sensitivity and dignity and in which the imagination

has no bounds.

M el
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APPENDIX -

Authors and Titles of Books Read by Children

Author
Alcott, Louisa
Clemens, Samuel

Henry, Marguerite

Eleanor
Anne
Helen

Keller,

Knight, Eric

L'Engle, Madeline

Travers, Pamela

Linégten! Astrid

- Sewell, Anna

Mcglcskéy, Robert
Eértén, Mary

white, E. .B.

‘Merriam, #Zve

- ‘phe Little

Adventures of Tom Sawyer

111

ncoteague

Cﬂhazlﬁtﬁ%js W§b:_

House in the Bic

' thaesnit§£lﬁ§ é,ﬁa§e>ﬁs”3h

me




Reactions to Dr. Roderick's paper:
1. The availability of paperbacks makes it possible
for many children to react to the same book or to books which

develop a common theme.

2. As children respond to literature in small groups,
many opportunities for stimulating imagination, creativity,
and higher levels of thinking occur

‘DJ‘ \ﬂ

3. Group discussion may center around a specific
book which all children have read, or around a specific theme

A thematic approach has the advantage of allowing the student
to select reading material in which he is interested.



JAVAICANISM: ITS INFLUENCE ON THE
SPOKEN AND WRITTEN COMMUNICATICN

OF ELEMENTARY .SCHCCL PUPILS

One of the most important functions of the Primary
School programme is the guidance of children through the
functional development of the communication skills. Support
for this opinion is found in Fries” (1940, p. 14) observation
that, "in the matter of thHe English language it is clear that
anyone who cannot use the languzge habits in which the major
affairs of the country are conducted, the language habits

of the socially acceptable af«mcst'é£f§ﬁ§~gdmmﬁﬁitiés;UWlea
have a serious handicap.® ‘It is obvious, thérefore ;'?’-_'thiai;

if primary school chiiﬂﬁéﬁa;éiﬁé'éﬁ§16§:iaﬂéﬁééetféf'éiéréé;
sing their i6é555ﬁféeiiﬁgéjfaﬁdkéﬁﬁfiaﬁsj‘tHéyfﬂﬁst*ieafﬁEtd
'ugeﬁfﬁ’é‘ffsa;—_-'épfafﬁig;: ode "-‘_.:'s"f/ “the Spﬂkén ‘sﬁa ‘written “language |
of their society. ‘Every man has ‘a "h‘a'.i-:lifé':"l‘a'riéﬁa_é?é"-",Awlﬁi't:h'«--h‘é
~ has learned f:ém:his garénts_énd his eﬁéiiéﬁméﬁﬁ; Th#éugh;
thiszlénggége he'éi§;e$325 himself with easean&_flgenﬁyw

24
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according to the moulds of the vocabulary and grammer pro-
vided by that native language, which through usage, has
been acvepted as "accurate and proper." A teacher should
be interested in helping her pupils to speak and write
accurately, according to the code of expression approved
by the society of which therschgéi is a part. By helping
her pupils to cultivate this accuracy, the teacher would
not only be saving them from being misunderstood and criti-
cised, but she would alsc be ;evaaling to them a boundless
field for inaividaélity'ana_baau;y'§f=agpgéssipn;

THE PROBLEMS

Jamalca Lacal Examlnatlcn Resulpw

. For same tlma, it has baen recagnlsed that the results

of the Jama;ca Lﬂcal Examlnatlans and the Ganeral Eert;flcate
of Eéucatian;have“b én disturblngly unsat;sfa@tary.fﬁ?aﬁLé;;
glves the b;eakaawn af the results cf fhg Jama;ca Lceal Exami

inatignskfgr the years 1959—1QEL-LJ

W W
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TABLE I

mm

eakd Wﬁ of J.L. E :Résults Shcw;ng Failu
g - 1959, 1960, 1961

lst Year J.L.E.

No. of Candidates . 7,677 ... 86,9

No. of Passes 1,270 1,40
- Percentage of Failure R .. 83.5 .-

No.  of Failures in English - 3,417 3,1

2nd Year J.L.E.

HHB; of Eaﬁdiﬁatés - : | ‘3,74l3-' 2,945 :

No..of. Easses T el . 62@. -~ 369 . 546

EPréentag% of Fa;lure_ 7 , 83.5 87 .5 3
79

-No. -of Failures: in English .. - 3,120 . 1,97 L]
- 3xd ’EEar:riL.E. Srw g et el D

No. of Qanﬂlﬁatés ‘ .. 4,018 3,535 . 3,
No. of Passes - . 585 435 . - E :
- Percentage: of" Fa;lure i bl s 85680 wne o BT 7 . 81l.
'No. of Fallures in En 1;sh:1 - i,416 l 997 2;29@;-1;-9,.

D Qi M
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An examination of the Table shows that nearly 50%
of the failures among the First Years resulted from pnsatis§
factory English papers. In the case Bf-thé Second Year candi-
dates, 83.4%, 67.1%, and 69.4% of the failures in 1959, 1960

and 1961, respectively, were in the English paper. In 1961,
70.9% of the failures among the Third Year candidates was
as a result of the substandard English scripts.

Primary School Examination Reports

Although méfE'Puﬁils seem to spend more time through-
out their primary szhaal-cafeer on the léazning of English
than any other subject, there is a gqguiet undercurrent éf dis-
satisfaction with respect to the standard gf the writtgnr
English of the graduates of the sehggls; Upon séaﬁning some
recent Inspection Reports of eaeﬁ @f.zls sehﬁslsritfwas observed
that:
(a) errors in "spelling, the use of thélcancgra and
tenses, aﬁé word funétiané“ weré mentignéa iﬁ
102 :épﬂrtéi

(b) the need for "much practice in written English




with emphasis on the uses of Tenses," was

recommended in 51 reports, and

(c)- 67 of the reports emphasised that "English
was characterised by limited vocabulary, in-
accurate spelling, and lack of originality

and spontaneity."
CONTRIBUTARY FACTORS TO THE PROBLEMS

g _Conditions.

Education in Jamaica.is based, for the most part,
on the British system, but its character has been shaped.
by many different forces, some of whichrgrerass§giate&,with
the socio~economic conditions_of the pupils, and the_éenﬂi—
tions- under. which classroom. teaching.is done.

‘Because the slavekc;ﬁes;éﬁé not.make provision for
the education of the Elavesjjanly.ajféw‘mglatté and house- . .
slaves were educated. During the 18th and 19th centuries,
white fathers schooled their mulatto children in England,

a practica which not only raised the social status of the

e
Eﬂ"-



29

mulatto, but instilled in the slaves the belief that educa-
tion was for the white and the mulatto only. The slaves and
their early descendants developed such an indifferent atti-

tude toward education, that in 1943 the quality of the edu-

cation of 94% of the literate population did not exceed the
primary level, ahd fully 218,000 (24% of the population over
10 years old) had not attended any school.

fn 1960 nearly 248,000 children in the primary schools
were being taught by about 5,000 teachers, of whom nearly
2,300 were untrained. The

incidence of large classes, rang-=
.ing from 50-72 pupils per teacher, due to the acute shortage

of teachers, undermines and reduces the effectiveness of teach-
ing quality, and the language programme in particular.- Child-
ren who are taught by untrained teachers in crowded cléSSs'7'
rooms and under difficult conditions seem unable to escaps

receiving a substandard education.

36
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Jamaicanism

Shoes Sale

Louise Bennett (1967, p. 65)

Small up yuh foot fe fit de boot
Uno doan like cheapniss noh?
T'ree an eleven! Force dem awn!
Gal, how yuh fool-=fool soh!

Pare up yuh eel an ben yuh toe,
Mek me hole de boot fe yuh.
Poke een yuh foot-hard, harder.: Mine
Yuh bus i ! Dat wi do.

Tek time work up yuh toe dem now, -
Ha patience, it wi gwan,
Look how i look. sweet! Good ting me
Force yu fe force i awn!

. Se .two- lef foot brown boot yah, Kate, :

Fe t'ree shillin an bit!
.Come try-dem awn gal. Dem gawn een?-
Lawd wat a perfic fit! '

No numba eight, Jane? Buy a backless
Numba four, me chile,
Half een, half out, notten . noc wrong,-
Me do dat all di while.

Me wear a ten, .dem doan got none,
But dat no badda me, :
Cheapniss is bliss dese days, me dear -
Me buy t'ree numba t'ree! '

Lawd, look a sweet brown an white -pumps,
Mark four an twgp%nce. Gran'
An hope a ‘get even me big toe
Eana dis yah one.

- Me neba miss a boot- sale,'chile.-

Me love dem, me kean lose.
Koo yuh, me bill mark twelve bob,
An me get four pair a shoes.

s
‘.“l
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The African slaves who had to be satisfied with
learning English from a fellow slave did not only learn
language. This blended language resulted in the emergence
of JAMAICANISM, with a vocabulary peculiar to Jamaica and
Jamaicans.

The spoken English in Jamaica can be arranged in
a linguistic continuum, ranging from the talk of the un-
educated peasant to the "front door" English of the educated,
with the middle and upper miééle class being bidialectuals.

Louise Bennett's (1957, p-. 6) dialect verses express

-

most of the characteris

stic features of Jamaicanism, as well

as the subtle humour and buoyant spirit of Jamaicans. In

age are portrayed:

1. Word endings and

(a) Jamaicanism is characterised by the African
way of pronouncing many words that are commonly

used by the lower socio-economic group in the

38
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country: yuh for your, fi - for, di - the,

- doan - don't, mek - make, i - it, awn - on,
numba - number,

(b) Thé aspirate loses its sound in .words like
house, hurry, himp'huﬁéry, head, heel, but it
haxe (axe), humbrella (umbrella). Similarly,
several words which retain the phoneme of the

standard word, lose their initial or term;nal

i}

- sound and théy appear like new words: t'ree -

three, an - and, ben - bend,- hole ‘= hold, een -

" in, wi = with;, lef - lefti chile - child, dese =

‘these, kean - can'‘t, nebba’ - nevér, ‘notten -
-nothing. -

‘(e) It will be-observed that the digraph "th,"

is absent from many words, e.g. wi - ‘with, dese
' these, dat - that, t'ree — three. ' In "tek," and

"mek" thée "a" is not pronounced.

"
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Formation of plural forms:
(a) Nouns: In the African language use is made
of "dem" after a noun to show the plural number.

In "tek time work up yuh toe dem,"” toe (toes)

was being pluralised.

‘he pronouns "wi® (we) and "yuh"

(you) are used in the plural for all cases, with

nynu” being used for the plural "you" sometimes.

3. Verb_ forms: The "folk"” verb forms do not seem

to be similar to the standard English action
‘words. In the standanrd English verb there is
the first person singular number, the Past'tense
and the past gaftisiglé, but Jamai;anism has a
singular form ﬁith a simpié-éastitense usually
 expressed by such.adverbs . and adverbial phrases
as “yesteﬁaay,“ﬁﬁf;um time," "long time" or the
use of ﬁéié;“‘ A}icgig9f>5§r39§e§assxis in the
Egntinuaus‘ténsé whi§§=fsie;prgsse§_by,thé verbs
nde," "da" or “éa".(af African Qriginjrér the ﬁse

af,thé present participle with the auxiliary verb
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omitted:

- me a come (I am coming), -de rain (de) fall

(a)
(rain is falling), Tom comin (Tom is :am;ng)i
Daublé > Negative: The use of the do ’l:;le negatlve

is more the rule than the exception in Jamaicanism.
This is exemplified in "half een, half out, notten

no wrong."

Interrogation: As the "folk" EPEEEh makes use
of the interrcgative g ouns the taﬁéard English

word ardgr is more or 1,,5 malna 11 é as in "Wa
him say?“ (What has he sald?), "Is When you goin
a town?z" (When are yau galng té tgwn?") "A wah

=2 7 : [ : : =

h;m say?"' (What has ha 531& )_

Emph351s or shades Gf meanlng in one's Exprésglé

are shﬁwn by “Ltératlﬂn as ing "Gal haw yuh fanl -

fool soh?" or by the use of “Wélljl or "kean éane,

as in "Yu well W:Eng" (Yau are véry wrgng ) “It

long kean aane" (It is *ery l;ﬁg).
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From the above overview it will be observed that
Jamaicanism is an amalgamation of maﬁy speech patterns -
African, English, French, Spanish, Indian and American =

each of which entered the speech of the whole linguistic
continuum byrséveral routes.
EVIDENCE OF INTERFERANCE

In 1962 the writer canéﬁeted a study "to determine
the relative frequency and persistency of language and spell-
ing errors of elementary school children in Jamaica." The
material used for the study consisted of 43,093 scripts
written by pupils in Grades 1-5 of 315 schools which varied
in size and location within each Parish. The pupils were
drawn from "English" sﬁeaking hames'iepreseﬂtiﬁg the middle
and lower sagié—écaﬁémié-léveié,iﬁitﬁ the g;eaﬁé: number from
the iawéz level. Some of the errors sf high fréguéncy, class-
ified according tglthé érfgréguiaé éevgicgeé fé: the study,
were:

3

N

_SubSﬁaﬁé5fa En,lishggxiggssiggz

(a) ‘I did want to invite you
(b) When the mango them is ripe....




Double Negative:

(a) . I could not get no rest.
(b) The boys don’t want no gal- to play with him.

Rulergf Prcxlm z

(a) The p?éﬁle aia‘brcught a man on a bed to
see Jesus who was palsied. .

(b) . The Governor General of. the W. I. di ﬂ visit
Jamaica which did open the Trade Fa

(a) . Please get someone in my .space.

(b) I memba when the lightening did come.

;?,use QfVVéIbs}

(a) Mi Mgther téll me fi hrush the yard.
(b) The teacher neva learn we the song well.

Omission of Verb:

(a) I born the 25th January..

(b) A was coming to lcak for you but my mather
sick... . S L 4

- Incorrect use of Proncun:

(a) Them is going to the beach.
(b) The bﬁys likes to play with themsélf

'E:-:*;"

(a) i‘was'glaé t@rhearévfzgm you.
(b) The mule drawn the cart all day yesterday.



Expressing Plural:

(a) The girls them eat heaps and heaps of
mango.
(b) Him bright so him get nuff sum right.

(a) I did see the Queen and his chariot.
(b) When me ask Mary to play with me him never
answer.

Of the 249 words listed in the

error guide, 148 are found in the Gates (1937) 1list,
and 240 are included in the Rinslané_Easi: Vocabulary
(1545) and about 12 words are peculiar té the Jamaican
and ﬁest Iﬁaién vocabulary.
The types of spelling errors that occurred most
frequently fé;l:unégfz
(a) Phonetic Spelling: akcept % accept, ancious =
anxious, deff - deaf, meny -
manf.
(b) Qmissian/AdSitiDn Qf 1é£té:s= butifull = beautiful,
 asfalt -'ésﬁhalt,‘camming -

‘coming.

T
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(¢) Mispronunciation/Confusion of Sounds: Febuary -

February, aready - already,

. picnic. -
In Jamaica, the views expressed by British and Amer-

ican exponents of the teaching of Engliéh were swallowed hook

and line without much thought as to their relevance to the
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pupils'® problems
became worse, and the teaching-learning endeavour lacked direc—
tion and empathy. Studies of LaPage, Craig, and Grant chal-

- lenged teachers to examine -their teaching procedures, -and to

experiment with different méthcési of h;ng 5tan§ara English
. to a seemingly bilingual schacl prulEt;cn.,%@a
There are at present two schools of thought with exper-

imental programmes in operation: .

M

h a

M\
i

(1) The school which emphasises teach ng Engli:

a Second Language, making use of the pattern

practice ﬁéchnique.

(2) The schsgl'whiéh,aﬂvécates the integrated Language
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Arts approach with emphasis on providing pupils

with what to say (by enrxiching their experience

and vocabulary) then teaching them how to say

the what in a universally acceptable manner.

Since the duty of the elementary school is to teach

pupils the speaking and writing skills which will help them
express themselves in an acceptable manner, the first problem
which faces the teacher is that of selecting the items for ;
teaching these skills. %The current trend is to heed Sunne's
(L923) advice, that schools survey the language usage and
spelling errors of their pupils and use the findings as spring-
boardas for selecting those items that should be included in
the language programme during the school year, and for stress-
ingy elements which have relevance to, and utility value in

+he living language of the community.



¥ries,

LaPage,
DeCamp,

Charles:

R. B.
D.:

40

BIELIOGRAPHY

e. King-|

i
1
|
i

|

Jer
ston: The Pioneer Press, 1957.

The Effects of Bilingualism on Educational
Attainment in Senior Schools. Kingston:

Lanquage Teaching Linguistics and Teaching
of English in a Multilingual Society, 1965.

Place Names in Jamaica. Kingston: The
Institute of Jamaica, 1939.

The Royal African Company. London: Long-

mans, Green Co., 1957.

American English Grammar. New York:
Appleton - Century - Crofts, Inc., 1940.

A Study of Some Common Language and Spell-
ing Errors of Ela2mentary School Children

in Jamaica, W. I. Kingston: Langquage Teach-
ing Lingquistics and Teaching of English in
a Multilingual Sog¢iety, 1965.

= =) Language Studies, No. 1, Jamaican
Creole. London: MacMillan, 1960.

[P
H
f ‘m
o
=
0]

"Effects of Locality on Languvage Errors,"
Journal of Educational Research, VIII

(1923), p. 239.




Reactions to Mr. Grant's paper:

1. The problems of education in Jamaica sound very
similar to those in our urban areas. Many large American
cities also have untrained teachers and overcrowded class-
rooms to meet the needs of an economically deprived popula-
tion which speaks a divergent dialect.

2. Mr. Grant's ideas regarding the instruction of
children who speak a divergent dialect are similar in many
respects to the underlying concepts ot the language experlence
approach. He speaks, for example, of accepting a child's
language and of promoting subseguent language growth through
vocabulary -~ building experiences and through diagnostic
teaching.

i
j
i
5
i

.



STANDARDIZED TESTS:
USE AND MISUSE

Bruce W. Brigham

Johnny has a 6.1 reading grade score on a dgroup

tandardized test. That means that his reading is at the

L]

m..dw

.vel at which most sixth-graders read, at the end of their

rt

first month in sixth grade....doesn't it? Or, does it mean

Q

he can effectively and independently read the beginning.
parts of all the books in the sixth grade?....or, that he
needs teacher guidance with sixth grade materials?

Does it mean any of thesg_things? It might, but

i

then again....? The 6.1 score may be an average (let's

see, mean or median?) of a 7.1 vocabulary score and a 5.1
comprehension score. In other words, if Johnny had one hand
in a pan of boiling water and the other hand in the freezer,
he'd have an (aritbmatic)_avé;age,tgmperature: But as long
as he has done something we can put a number on, we know all
about him....or do we?

What is "Standard" About Standardized Tests?

There are several elements common to all standardized



tests, including basic purpose, general approaches to con-
struction and pre-publication trials, administration reguire-

meaning and inter-

One frequently stated purpose for standardized meas-

ures is that of "objectivity", the removal of teacher bi

i1}
In

from evaluating performance. A laudable aim, but in many,
if not most, educational situations-particularly at the
secondary levels and below-misinformation and lack of in-

formation have bsen substituted for bias. Something has

noted

]

gone awry here somewhere; therefore, as Edgar Dal
h

hio State News Letter, "We must get our ignorance

The funséicn of stand rdized tests is to reflect the

a
range of performance of a defined characteristic possessed

)

by a group of individuals. The degree to which an individual

per forms suec%ssfully on the items represen 1ting the charac-

teristic to be measured, other things being egual, should
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indicate how much of the characteristic he possesses, in
comparison to the others of the sample group. The latter
is a hopeful assumption underlying the use of these meas-

test coenstruction are

o]
H

ures. The involved technigues

directed toward increasing the liklihood that this assump-
tion will be true.
Here, then, we have several “standard” (common)

f +he behavior to be measured,

o]

elements: the definition

the underliying assumption that guantifiable differentiation

ssible, plus the possession of the population of certain

is

8]

other characteristics in common.

Actually, what group paper-—-and-pencil standardized

tests "measure" of an individual is simply his abili" - _.to

obtain a particular score at a particular time in a particular

activity, in comparison to thosze scores of the inaiviauals

That is all.

At every 5ﬁag%—c§nstru§ticn and development, stand-

i

rdization, administration, scoring and interpretation-are

E;?Eii



explicit and implicit assumptions which are Eub'ectlve in
nature. It is more effective (and accurate) to considex
standardized tests as organized attempts at controlled sub-

jectivity, than as truly cbjective.

EXAMPLE I: George, 14 years old, 6th grade.
sStanford Achievement Test: Total
reaé;ng—gré grade. However,

eorge was a complete non-— —reader.
He simply made patterns af the
answer choices.

g
Major Elements in Test Construction g
Construction and Trials f
Items that logically seem to represent aspects of ;
the ghafa¢§e£istic are developed by certain methods that are i
1li ely to result in their successfully élscrlm;natlng between g
those individuals with much and those with little of the char- §
acteristic. Frequently items ére borrowed c;'aéapt%é from _
other measures where they have appe 7 red to discriminate on the
basis of the same or a slmllar characteristic I
[

The set of ltems is then tried’ out on one or more sam-—

ples of the population for whom the test is designed. The

set of items and the individual items are analyzed to determine

ERIC o
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if they do discriminate successfully, preferably on the basis
of some different and more operationai measure oOr criterion

of the characteristic. The items that discriminate best are

retained.

on whom the items are standardized hope-

fully should represent a balanced cross-section of descrip-

tive characteristics of the entire population for whom the

test is designed. This may be accomplished by various methods,

.

the best probably being stratified random samples. Taking
into consideration each potentially influencing characteristic
of the population, in relative proportion, while randomizing

the possibility of any of its members being chosen, is gquite

time~consuming, but there are techniques for doing this to

meet the basic statistical assumptions invo.

[v]]
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ization procedures. These criteria in

]

tests, various shortcuts being employed instead. Result:
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ls and below, truly,?naticnal“

‘norms are largely of the stuff dreams are made of. Even if

53
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"hational®” norms are available, if they are 12-15-20 years

old, how comparable are _-hey to today's population?

The measure is evaluated in terms
which can mean several things. Basicaily the concept con-
cerns the extent to which individuals in a specified sam-
ple, over a peried of time, with no indication of interven-
ing éifferent?al influences, retain their relative rank in
the group in terms of the test. 1In other words, do the

items and the test consistentl:s

of the individuals, over a period of time, for +the charac-=
teristic, or were the initial results largely from chance
or uncontrolled factors? Consistency of rankings over time

s the best approach to reliability: it is also> the most

H

expensive and difficult to utilize-and, unfortunately., the
least used.

Most widely used measures of reliability are those
of "internal" consistency, i.e., do half the set of items
discriminate (with the same group at the same time) approxi-

mately as well as the other half? There are various technigues

ERIC ‘54 -
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for determining this. Regardless of the details, these meas-
ures are the least expensive, easiest and most widely used.
The resultant :Qefficignts of reliability tend to be much
higher than those obtained by the first method noted. It

is this kind of reliability that is most often reported by

test publishers. Howeve., there are serious guestions as

wh;ch, in any case, is not the same thing as the original
meaning noted above.

For a test to be g§;id,_it should measure what it
is supposed to measure. (To be valid, it has to be reliabkle,

but it can be reliable without being valid.) This is the

'nh-

usual meaning of validity, although technically at l=zast
four variations have been 3evelapeéi This is also a very

difficult test factor to fulflll in actual;ty. Items and

Fh

Ffully measure a partl:ula:

\r'm“
L

sts do not necessarily succsss
characteristic by logical definition, dEﬁcriptiam or labels.

The most meaningful concept of validity :equlres an entirely

independent measure, preferably discretely and empirically

A

S
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guantifiable. With this concept of va.iidity, we face the

greatest difficulty in practice-and it is least used.

EXAMPLE II: There are group standardized achieve-

ment measures where:

a. If the paper is dated, a read-
ing-grade score of 1.6 is
obtained; -

b. If all the first answer choices
are marked, a reading score of
3.1 i=s received;

c. If all the final answer choices
are marked, a reading score of
3.6 is found.

plication ™

Administration and Ag
Administration procedures are usually very specifi-

RN Fi?ﬁﬁ%féiiéaf as they shculd be. This necessitates,

howe - :1, that each and every administrative procedure be

handled exactly as specified. Every time a change is made,

the already limited interpretive value and meaning of the

results is reduced -agtically.

M
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Use should be confined strictly to groups having the

same descriptive characteristics (age, sex, etc.) of the pop-
ulation samples used to establish the norms of the test (if

you can obtain complete descriptive data of the original

samples.) Again, any significant variation in this factor

and the scores are meaningless in relation to the original

However, local norms can be built over a period of
time. Actually, considering. the limitations noted previously,
using local experience as the basis for comparison of rcurrent

scores is probslly the most worth-while approach, providing

the local population remains relatively stable..

The branch of psychclagy most concerned with develop-
ing standardized tests is the fleld Gf In&1V1dual Diffé" nces.
oddly éncugh, the fielé has been eanse:ﬁeé larg%ly with the

developiment of group measures. which are much more wi

im

;Ly
used than are ind.ividual stanéaréizeé tests (the lacter in-

cludes the Binet and the Wechsler intelligence tests).

o7
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As a result, most of our commonly-used standardized
measures in the school situation are most effective as in-

dicators of dgr characteristics. For these and other rea-

sons, an individual grade or age "score" of a group stand-
ardized Pape:;anéspencil test has a very limited meaning.
The comforting and pseudo-concreteness of the numbers and
mathematics associated with standardized tests (which also
make them appesr impressively confusing) can be very mis-
leading. The basic problem seems to center around the fact

that the limited meanings of scores are neglected in favor

of stressing an abstract number value. Let us consider this
jdea in relation to both individual and group measures.

Individual. A carefully standardized test such as the

yechsler intelligence test which involved thorough controls
at each construction stage, and requires special training
for administration and intefPretatisnj results in a score,
withfa good examiner,.tﬁat is cansiééraa to bé within plus
or ﬁinus 5 (five!) points éf the hypathetical-“true" score

apgraximately 2/3 (two-thirds!) of the time. One=-third of

o8
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the time any individual score will probably be greater than

plus or minus 5 points away from the "true" score. These
are the statistical limits for the confidence we can put
into such scores, based on the relatively stringent way they
have been developed.

For example, Tom and Jane both recently obtained a

Full Scale I.Q. score of 100 (average) on the Wechsler Intel-

ligence Scale for Children. Is their "intelligence" (ability

to learn) the same? What are some of the possibilities?

1. Tom's usual FS I.Q. score may be 96, while Jane's
is 104.

2. Tom's 100 could be the result of depressed func-
tioning: his potential capacity, with the removal
of the interfering factors, could be in the supe-
rior range (120512§);';Jane‘s 1006, on the other
hand, may represent the best she can possibly do.

3. Their Full Scale I.Q. scores may have resulted
from partial socres somewhat li%e these:

Tom: Verbal-90, Performance -~ 110; FS=100

Jane: Verbai~110, Performance - 90; F5=100
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Even with the relatively rigorously developed,
administered and interpreted individual standardized tests,
can we be confident that 2 or more similar s:grés represent
exactly the same learning capacity? Is there actually any
invariable rcason to expect Tom and Jane to respond in ex~
actly the same manner in various instructional situations
_...or even in a roughly similar way in a reading situation
and a science experiment?

Group. With group etandardized measures, much greater limit~
ations of development procedures indicate that individual
scores be considered much more cautiously.

Consider:

1. An individual score on a paper-and-pencil group
standardized intelligence test, with many shortcuts, qualifi-
cations and approximations involved in the ways in which they
are interpreted, can usually be considered to be within plus
or minus 15 to 30 points of the hypothetical "true" score

2/3 of the time.



2. Group paper-and-pencil measures of intelligence
and reading tend to cover basically similar factors of in-
elligence, general verbal abilities and reading achievement.
Students with reading problems frequently have depressed
"intelligence" scores because of their reading difficulties.
a. Approximateiy 2/3 of dozens of youngsters
previously labelled “Q:thngen;: backward"
or m%nta;ly retardaé on the basis of group
tests, when thoroughly evaluated individually
in an educational-psychological clinic, werxe

found to have average or better overall intel-

ligence, pot tentially.

b; Surveys iﬁdiéaté that about 80% of retarded
readers (retarded in terms of thgi: capacity)
have average or better intelligence.

3. An individual score in a group test of reading
tends to be 1 to 4 levels above where the individual can us-

wally profit from systematic instruction (at his frustration

level, not his instructional level.)




Reasons include:
a. Test development limitations
b. Limited sampling of skills
c. Partial control of guessing

d. Situation factors

4, Jack 16, 10th grade.

Iowa Advanced Reading: Total Score: 5.9 grade

level. Therefore, he was assigned 5th and 6th level materials.

But, on comprehensive individual "informal" tests:

Word Recognition

Flash Scores

Pre-primer 90% 96%
Primer 70% 90%
First Reader 24% 40%

Second Reader 4% 20%

oy




Individual Informal Reading Inventory

S

Pedagogical Level Reader Level

(o)

Independent

Immediate Instructional Reading Readiness

Basic Instructional . Pre-primer

Frustration Primer

Hearing Capacity First Reader

5. Generally, there is no basis for comparing scores
from different tests on the same individual: usually differ-
ent standardization procedures involving different populations
at different times and places are involved - it is analogous
to ;gmgaring=bawling balls and meteorites - what do you have?

Can we still believe Johnny's 6.1 reading level on
tha£ test tells us all we need to know about his reading? No,

but there are some ways in which such scores may be useful. .

1. As screening devices for separating probably very
high, average and very low potential achievers, for initial

tentative grouping. Provisionally beginning instruction
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should be about two levels below the test scores obtained.
2. As a rough measure to compare relative achieve-
ment of individuals who may need careful inaiviéual study,
a. Those with very high test scores, but
average or poor daily achievement.
b. Those with average or poor test scores,
but very goocd to excellent overall
general achievement.
c. Those with low to average scores whose
oral verbal participation is superior,
but whose reading and writing achieve-
ment is very low.
3, 7o estabiish local norms on specific tests for
a local population.

and Conclusions

gummar:

First, let us admit that with standardized group test
scores we are talking about approximate abstractions umpteem

times removed from the reality we think is being described.

E;d;

A T - S

i wagat .




Second, we should avoid "pigeonholing" individual
ya;ngste:s by their scores on such tests.

vThifﬂ, we should learn something about test constru-
tion and study the test manuals in @rdarrtﬁ better understand
the uses and limitations of these measures.

Fourth, we need to demand aﬂeqéate information of
construction and standardization data until those supplying
us with tests supply such information with them. 1In the long
run, this will increase the liklihood of more dependable
measures being built.

The most effective standard with standardized tests

[n]

is a great deal of caution.
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Reactions to Dr. Brigham's paper:

There was general agreement that caution is necessary
in evaluating the results of standardized tests. Technical
aspects of Dr. Brigham's paper were neither challenge
extended.

d nor

ol
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CLOZE PRQCEDURE AS A PREDICTCR CF
CCMPREHENS ION IN SECCNDARY SCCIAL
STUDIES MATERTAL

James Geyer
INTRODUCTION

The investigation upon which this presentation is

based involved the following problems:

1. The major problem iﬂvéstigatea how predictive
of a student's ability to comprehend social
studies materials are cloze procedvre scores
wheneccmgaréé with I.Q. scores, previous social

" studies grades, and standardized reading test
scores.
2. mThe secondary investigation dealt with the pro-
- blem, dces rewritten social studies materials
on an easier readability level improve the com-

' prehension of that material?

Qry
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Development of Readability Measures

Interest in assessing printed~materials has existed
for someﬂtime. Lorge (1944, p. 544) indicates that the
Talmudists in A.D. 900 counted words in a usual or unusual
sense. One of the first scientifically oriented attempts
to guantify a readability factor occurred in 1889 when
F. W. Kaeding attempted to ascertain the frequency of oeccur-
rance of 11,000,000 words. The importance of the above
study along with Thorndike's investigation (1921) or word
frequency is suggested by the initial inclusion of vocabu-
lary factors alone in the Lively{ané Pressey readability
formula. (1923, pp. 92-95) This formula is credited by
Chall (1958, p. 17) as being the first guantitative study
of readability.

By 1928 the emphasis on vocabulary faétors as the
basis of predicting readability was recognized as being
inadeguate. During‘the,seéond;period_ofvreadability explora-
tion, extending:through 1939, investigators of readability

searched for factors other than vocabulary which would
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this

\U\
[}

provide more accuracy in g:eﬂlé @n. epre senta tive
period is the work of Gray and Leary (1935). 1In studying
previous findings in readability and securing the opinions

of about 100 experts and 170 library patrons, Gray and Leary

\m\
o

signed to the categories of

H’I\

found 389 ctors which were
content, style of expression and presentation, format, and
general features of organization.

Difficulties in .evaluating gualitative factors and
the ipt%rrélatédness of many of the variables investigated
by Gray and Leary were instrumental in ushering in the next
period of readability investigation. A During this period,
“which began about. 1939 with the appearance of the Lorge
Readability. formula (1944, pp. 404-19), the kasis for develop-

ment of readability formulas rested on the premise that a

P
33

small number of factors could validly predict readability.
The two-factor Flesch and Dale-Chall formulas were credited
by Chall (1958, p. 156) with giving a readability prediction

nd Lea:y;fﬁrmgla,?

vm

comparable to thg,flveﬂfagtcr Gray
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Limitations oi Readability Formulas

In the process of cbje:tifyiﬁg and simplifying the
application of readability formulas, a measuzévgf vocabulary
and sentence factors was usually included. A source of crit-
jcism of these formulas lies in their avoidance of measuring
other factors of readability.

Lorge (1949, pp. 20-91) indicates that readability
formulas measure four elements. They are vocabulary lcad,
sentence structure, idea density, and human interest. He
adds that no other internal elements of comprehensibility
have been useful in predicting passage difficulty although
the lack of a measurement of conceptual difficulties and
organization of the printed material is a fundamental weak-
ness of formulas.

Chall (1958, pp.31-32) adds reinfoxrcement to the
above statement. She.suggests that :éaéability formulas
do not ﬁeasure abstractness, vagueness, illogical organiza-
tion, difficulty of wérds, conceptual éiffiéulty, content,

and physical features.

RIC 70
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Smith and Dechant (1954, p. 251) support the above
statements while attending to certain variables not previ-
ously mentioned. They state that readability formulas pay
little attention to six factors which are determinants of
readability. These factors are density and unusualness of
facts, number of pictoral illustrations, interest and pur-—
pose, concept load and abstractness of words, organization
of material and format, and interrelationship of ideas.

Dale and Chall (1949, p.23) suggest that three vari-
ables affect readability. Included are the printéa material
and its stylistic elements, the criterion measure and the
method used to make the readability estimate, and the reader
along with all the gualities he brings to the printed page.

In summary, a limitation of the readability formulas
appears to be evident with7scﬁsiaefatién*cf the variables
mentioned aﬁévé'by'nale_aﬁé'chall av'@ﬁiy two of these fac-

tors are quantified. Since individual capabilities and

characteristics are not considered in application of read-

ability formulas for evaluation of written materials,

:f?’j!
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difficulties may be encountered when one attempts to eguate
the reader and instructional material on the basis of such
guantification. The discussion below expands and supports
this statement.

ada

ability blication and Effect on Co mprehension

The statements above note certain limitations which
are associated with guantitative evaluations of printed
materials. Results of empirical assessments of readability
formula procedures are presented below.

since one of the elements common to the most widely
used readability formulas is some measurement of vocakulary,
this variable would logically be included in inv 't;gat;ans
of reaéability assessment. Nolte (1937, pP- 119~-24; 46)
1nvast;gateﬂ the effects of csmgrehen51cn on. mechan;cally
simgl;fy;ng vgcabglarg terms. P;ftc;al tegts ana personal
=inte;views were emplagga_tg‘mgasﬁ:; écmpzehensiqn. Nolte
:ggc:tea "Many vggabuiazy difficulties ana'numeraus gr:aneﬁ'

ous cagcepts were alEC1EEé§-...

72
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Wilson's study (1948, pp.5-8) included a three-hundred

word passage which was amplified into six-hundred and twelve-

‘rl‘

hundred word versions. Since

w
=

students comprehended the long-

\m\

»st and structurally most difficult version significantly
better, the efficacy of simplifying sientence factors as a

means of improving comprehension may be open to gquestion.

ﬂhl\

MeCracken (1959, pp. 277-78) investigated the effective-
ness of applying readability formula criteria in producing

more readable materials. He rated the difficulty of two
passages by the Yoakam and Dale-Chall formulas. By adjustih§
the vaéabuléiy load, the readability levels were interchanged.
Multiple-choce results based on factual comprehension led
McCracken to conclude that

Selections written to confirm with a set of vocab-
ulary standards in order to increase or decrease their
readability actually may not increase or decrease their
readability as much as indicated. A seléct;an thus
written would seem to have a contrived or artificial
:eadablllty level.

As a,secan fy pungse,_the present gtuéy Jnvestlga ted

the effeetiveness of rewritten soci 1 stuﬂiés mater;als as a

means of improving ;Qm;xehe sion. 'Two social studies texts
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were included in the study. These texts contained identical
tDPlES and visual aids such as pictures and maps, however,
the readability levels were different as determined by
application of the Dale-Chall Readability formula. The
easier text was rated at a fifth-sixth grade level in read-
ability while the more difficult text was placed at the
seventh-eighth grade level. A single, multi§lé§2héi§é test
was constructed to measure knowledge aequireé after reading
a randomly selected chapter. Analysis of ccvar ance was
applied to factor out the effects of reading aehievemgntr
levels, I.Qi,'ana previous sczigl studies grades. The null
hypothesis of no significant differences between adjusted
means was ﬁet rejected.

It is 0t the intent of thls pager to suggest that
.readability fcrmulas have no. valld;ty ;n aégustlng zeaéa
bility levels. ‘Eﬁwéver,-the abnve flhﬂlﬂgs 1né;cate that
attémpt;ng to prcv1ae more réaﬂable materlals by ‘reducing

sentencé and vceabulary factcrs may not benef;t thé Stuﬂénts

for whom it is intended.
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The Cloze Procedure

In 1953 Wilson Taylor (1953, ép. 415*33) initiated
& ccipléticn system which he termed the :igze Prsgeaure; |
This system is defined as being a method of iﬁtercepting a
message (written or spoken), mutilating it by déléting parts,
and then administering it to receivers (readers or listeners).
The degree of success in restoring the missing elements is
indicative of the individual's cayacitylénafar ability to
deal with that message. This intéra;ﬁian between-thé reader
and the printed material appears to éircumvént gértain limi-
tations of readability f;rmulasg_ Iaylsr {1353) égggests
thatiﬁhe cloze pra;eau;é seems to megsuré the effe§ts of
many elements of reading by invaiviﬁg the reader with‘the
material to be read.
of the Cloze ErégEdurg

validity and Reliabilit

Many studies have confirmed the validity of the cloze
‘ piaeaéﬁre as a measure of readability. In his initial experi-

ment, Taylor (1953, p. 431) finds that several reading




passages were ranked in the same order by the Dale-Chall
Readability formula, the Flesch Readability formula, and

the cloze procedure. Rankin (1958, p. 138) ﬁéﬁértg correla-
tions batween standardized readlng test scores ané clﬁze
test scores ranging from .65 to .8l.

A number of studies relate reliaﬁility finéinés for
the cloze procedure iﬁ Presrané pést—tést égares, Taylox
(1957, p323)'stateé that such ecrr%laﬁigns fcr»three-clcze
forms employed in his investigation ranged from iéQ to .88.
Coleman and Miller (1968, pp. 369-86) finé a correlation
of .93 between pre- and pcst tést scores. Héncé; the above
findings appear to zaﬂfi:m :eliabilitg éﬁéﬁvaiiéitytéf the

cloze procedure as & measure of readability.

As a ratignaleAfgrhthis stuéy;wﬁighvinvestigatea»Fhe

effectiveness of the cloze procedure .as a predictor of ability

. to comprehend gocial stuﬁ;gs:' terlals,'tﬁa studies. appeared

to be Pert;nent. Eﬁrmutir(lEST,;Fé_QSS) éstablishéé acf:amé

of reférence batween clcze test scores and equ;valent
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comprehension scores. Hafner {19264, pp. 135-45) investigated
the effectiveness of the cloze procedure as a predictor of
course grades in a college methods class with a resultant
correlation of .65 being reported. These data suggest that

the degree of comprehensibility an individual finds in in-

 structional material may be predicted by pre-reading cloze

Data were obtained for this study by the following
procedure. Students first completed a pre-reading cloze
test from one of the two texts utilized in the study. An
every fifth-word deleticn system was émglgyéd. 'After com-—
pletion of the gl;ze test, the:student réad the chapter from
which the cloze test had been cénstructeé anéycgmplétéé a
flftYﬁltém multlplemﬂhﬂlﬂé test-" | t |

To test the hypsthesisrzcnéérnlng thé pfedlet;ve
,effectz?engssbéf the claze préceéﬁgﬁvas cémﬁazed £§ £he pre—r
'aieﬁlvé EffEEtLVEﬁéEEW&f staﬁda:élzed teédlnéateéthscéres;,

.Q. sccres, and PIEVLGgs scclal stuales grades as preﬂ;ctcrs
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of how well students comprehend social studies materials,
significant differences between two é@rfélatiéﬁ coefficients
involving a common variable were investigated ﬁith’applicati@n
of a procedure described by Tate (1965, pp. 282-83). At the
.01 level the cloze procedure was not found to be signifi-
cantly better than other variables in predicting comprehen-
sion levels. In reference to the standardized reading test
scores, the findings were in the opposite direction of the
prediction. At the .05 level, however, cloze scores were

found to be significantly better predictors cf comprehension
than I.0. scores and Ezé?iaus sa;ial studies grades.

- Discussion.

A dlff?r ’cé iﬁ‘thé épgésitéiéi£éétigﬁ of Eh%vpreéics
tion ﬁas féuné in EDmEafingrtﬁe éfféétifjﬁéééléf.ﬁé:dlctlcn
of élézé'anﬂ stanéazﬂlgeé :eadlng tes£ 5¢Qr -7 Tﬁis result

;imighﬁ’bé‘attrlbaﬁable ta thé slmllarity(cf thé klnés gfrques=
tlgns;‘i;é;,‘multlple—éhalce ltemsﬁln the érltér;an ﬁéaéufa

ana Eha standarﬂlsea teadlng test_ Ccmpletlgn Df the iLDEE

we 8
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test may have reguired a different, more subjective type
of comprehension ability than did the standardized reading
test. |

The efficacy of rewritten social studies materials
cﬁ a lower reaéability‘lavel as a means of improving compre-
hensibility of such material was investigated. Reinforcement
Wés giv%ﬁ to certain previous studies in that abje%tively
reducing vgéabula:y difficulty and sentence complexity may

not significantly improve comp rehension scores.

Continued iﬂVéStigatiQﬂ‘Df the cloze praéeduré as a

predictor. of comprehens:ion agpéars_ﬁa be warranted. Numerous

- studies indicate that the cloze procedure is a valid and

reliable measure of reaéablllty- The significant éiffarénces
at thé .05 level in campar;ng the predictive EfféEﬁlVéﬂEEE

f 1@33 sea es. tg I. Ql-aEDIéS ané prev;gus social. stuﬂ;és

igraées also sug@grt thé abgve suggéstlan.

Barmuth's frame of - refgrence was. méntlﬁneﬂ previously.

fThe f;nﬂ;ngs gf thls stuiy suggest that a- un;versal frame

of 7 férénca may not be f3351ble.
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Reactions to Dr. Geyer's paper:

1. The attempt by CLOZE to match reading material
with students is worthy of continued investigation. This
procedure does circumvent a real limitation of measures of
readability by assessing what the reader brings to the page.

2. CLOZF, is a more valuable testing instrument than
the traditional Yread-and-test procedure because it eliminates
the variability of teacher competence in evaluating questions
and answers.

3. CLOZE provides a good estimate of readability and
predictability for primary grade to college age students.

4. Readability formulas which are based upon the
number of syllables in a passage do not really indicate the
concept load of the passage. Difficult concepts can be
expressed using words of few syllables.

ek £



A PSYCHCLINGUISTIC LCOK AT READING
DEFINITICNS AND DIRECTICNS

MaryAnne Hall

What is reading? Emphasis on this question in read-
ing methods texts and in reading courses has hsPefully sti-
mulated pzcspecﬁiﬁé and inservice teachers té think about
the process which receives so much instructianal‘timelin
our schccléi bRaaaiﬂg authorities Eave long st:essea the
need for ﬁnéé:stanaing thé féading Fr@gess sincé the defiﬁii
tlcn of raadlng can afféct the ré;atlve em§h351$ gléen to
the decadlng and méanlng dlménsian% of reaalng 1nllnst:ué—
tlanal s%tt;ngs. The purpase of thls‘%a§e£rls fﬁ éfééent
aﬁd analyge l;ngﬁlstlc v;ews of geadlng aﬁa-tﬁ sﬁaté‘iﬁéii%
cations of these def;nltlaﬁs for tha tea:hlné-éf ﬁeaélﬁg.
The position of thlslpapér 15 that psfghﬁllngulstlc stuﬂyﬂ
aaes affer valuable 1ns;ghts fﬂ: the teachér af rerél,g
S nce dA.éia languagesbaseé prscéss,»a llnéﬁéltlc para
,lspectlve‘shaﬁiﬂAclarify ﬁhat gccurs when a‘reaaerrengagéslgn

thé,act sf,téaiinga,
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sycholinguistics draws upon knowledge frcm both
psychology and linguisties, and as gsychalinguistics is
agglieé to reading, it is concerned with the interrelation-
ship of thought and language. Psyghaliﬁguistic.stuéy probes
how an individual learns language, esgécialiy his native
language, and ﬁcw he uses the symbai Syétem in tﬁinking and
communication. Linguists analyze the féaﬁures of a language,
and this linguistic infarﬁatiéﬁ ccﬁbinéavwith tﬁé behavior
involved in léarﬁing and thinking is'uséful in analyzing
the feaaing graééss as:én:intézaetién betweén the.readér
an&'ﬁrittéﬁ language. ‘How engéufaéiné it is to fgaliﬁe'ﬁhat
11ngulst1c5 apglieﬁ te réadlng cffers much mcre than concen-
tﬁatlan on decaﬁlngrcf print thrcugh kﬁawledge of éhénémé;

graphéme relatlsnshlps.

| Lln u1Et1E DEflnltans Qf Réaﬁlnj :"
The fallGW1ng are statéments af 11ngulsts Wha havé‘
,i;-kéé,'z aze lDleﬂg at th% EPPllEatLDn af 11ngulstl¢ kngw_

,lédgé to read;ng, For thls pager, thE‘a~f1nlti§ﬁ$‘ffDm

rread;ng authgrlt;es aré n@t 1nalude§ but cne w1]1 cértalnly

ek iy bt e R Gl ke AN




want to compare the linguistic definitions with the ones
stated in the literature on reading.

According to Miller, "Reading is the interpretation
of writing, just as listening.. is the interpretation of
speech." All reading, writing, listening, and speech are

based on the structure of a language. In reading, a chilad

I..JI‘
m
H\

~arns the writing system. Miller calls ﬂEflnltLDnS such

s "get tting meaning from the pfintéérgage“ ridiculous and

‘W

explains that this is é;:asult of reading but not a defini-
tion. (1969, pp. 42-43). In all the linguistic definitions
of reading, stress én’th% relationship between spoken and
written language is a cbm%on-ELEment;“

Leonard ELcamfiEldfﬁhg"iS credited with éréatiﬁ§ the
 first 1ingﬁisﬁicétir‘infthe"réaéiﬁg'fi'id‘méintéiﬁéé thaﬁ.
"Po underst -and - reaélng one must unﬂe:stané the félatiéﬁ'df
wriﬁteﬁ (éf,printea) wards'ta p h. (1961'nﬁ;i9);””He

Ealiévéélﬁhéﬁ°eép2ciall far beglnning reaﬂersiﬁaj§£féﬁéﬁasié_ 

 sho 16 be of how speeeb 15 reearded by writtenféYﬁbbiég"“

" His réaélﬁg;matexlals,,hqwgvé:, tressed%sma11 ﬁﬁiEé>éf};:int,
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and modern linguists would argue that a linguistic view of
language must consider larger units than did Bloomfield.

Another definition is offered by Fries in this state-
ment:

The reading process then is by no means a simple
process although it can be summed up in one simple
statement. 4

~ One can ‘'read' insofar as he can respond to the
language signals represented by patterns of graphic
shapes as fully as he learned to respond to the same
language signals of his code represented by patterns

of audi+tory shapes. (1962, p. 131).

He iéentifiesltﬁre% stages of reading. The first
stage is the transfer stage when a child learns to transfer
from the auditory signs fgrZlaﬁguagejsignals:tara set of
visual 'signs for the same signals. In the EEécﬂé_stage'rez
spanSES to the visual.patte;ns:beésme s0 automatic that the-
rgrthicfshaéés”dg n@tligﬂéi?é>§§n53iggﬁ:attéﬁtigg.as_thg .
réaae:55@p§ligs;ggfti§ﬁ$,éf tha;gigpals:ngt fully in the
,matgriglfitsélﬁiiiTﬁg ﬁh;fégstage,begins‘whéﬂ ;EEaiﬁggis
so automatic that reading is used equally with or more than

~ live language in acquiring and developing experience. Fries




has written a set of "linguistic readers" designed for the
transfer stage, and these books stress presentation of
graphic shapes in terms of regular spelling patterns. While
his definition does stress the relationship between the
spoken and written codes, one can gquarrel with the unit of
response which is not the mean 1ing-bearing unit but a smaller
one of single words and smaller graphemic units within words.

In contrast with Bloomfield ané Fries, Lefevre claims

that th

m

sentence is the minimal unit of meaning. His defi-

nition states that reading requires "recognition of graphic
counterparts of entire spoken utterances, comprehended as
unitary meaning-bearing patterns." = (1964, p. 39). An im-

plication for beginning reading can be found in- the follow-
ing comment:

- The essenca of_reading. aﬂa wrltlng reaélness is
the child's understané;ng that the language he héars
-and speaks can be represented. graphically . in wr;tlng
and print; and that the writing and print he sees can
say saméth;ng to h;m._ (1964 p.:ES)l_”,___‘ A

~Iwaiather statements. Df Lefevre Wthh ref3£ to - cempre—‘

héns;an are: . - , - I :
: "Reaéing is- nét reaﬂ;ng unless lt glves ‘access
-to meanlngs.v (1959, p,,291)_-%m,



Earé?simultanEQus'sc

' unlts éirectly fram thé print; (1958)-
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"Entire meaning-bearing patterns must be not
simply decoded but 1nterpreted and evaluated."

(1969, p. 293).

Another definition of reading can be found in the
title of an article, "Reading: A Psycholinguistic Guessing
Game," by Goodman who has written extensively about the func-
tion of language patterns in cuing or miscuing the reader.
(1965, 1967, 1968, 1969). He has also developed an elabo-
rate model of the reading process, and explains how the pro-

t different stages of reading development.

o

cess'changés
(1968). For the beginning reader, oral and silent reading
are E:cbably vezy similar processes as the reader changes
or recodes the piiﬂt to aﬁral-iﬁput which is then reccdeé
into familiar'c:ai_languégewhich is decoded and éssacl ted
with meaﬁingi At later stages, the reecaiﬁg anﬂﬁééééaiﬂg
thit the :eader ééeaaes inrméanlnful

Furthar elabcratlgn

by Gacdman fallaws-[

Readlng is the receptlve phase af erttén cammu—
" nication. In written ‘language & message}has been .
encoded by the writer in’ g:aphle'symbalﬁ'spat;ally
distributed on the page. Vhé'reader dces/ not merély

pass his eyes aver wrltten language and :ece;ve and

";;Egé}f;  

ot s o

b bk et e e 1T b e
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record a stream of visual perceptual images. He
must actively bring to bear his knowledge of langu-
age, his past experience, his conceptual attainments
on the processing of language information encoded
in the form of graphic symbols in order to decode
the written language. Reading must therefore be
regarded as an interaction between the reader and
written language through which the reader attempts

" 4o reconstruct a message from the writer. (1968,
p- 15).

Hé claims that we must dlSp%nse with our preoccupation with
letters and waras and begin ta look at 1anguagei V"Ngthing
iess than decoding of large language units is reading."“
(L968, p. 16). “..‘né”thégfy of reading, zéaéing learning,
or :%adlng lﬁ hructlan can be campléte or su:cessful which
‘éxcludes any aEPECt af iﬁlﬂ nsychallngulstlc prg;gss_
:"Reaé:ng is not :eaa ing unless thETé is some aegree of

éamprehénSian,“ (1968, p. 26); | o |

‘ThEJfallawing':nmménts~§f~Carr§iliééém;similar!tcé‘
those Df Eaadman- | | =t

‘.a.thcught ané zsngnlt;an are presﬁppaséd by 1anguage

~=athat speach is a ccnsequence of" some . k;nﬁ ﬁéi gught

ar-cagnltlgn, ‘even’ though” languaga gtructura may
ehannel oxr 1nf1uengg thought., » ,




tion:

(1969,

o
iy

"We can define reading, ultimately, as the
activity of reconstructing (overtly or covertly)
a reasonable spoken message from a printed text,
and making mcaningful responses to the reconstructed
message that would Parallel those that would be made
to the spoken message (1964, p. 62).

A recent bgnk by War ﬂh,,gh offers a canclseraefinié

"When a person reads, he is processing information."

p. 52). Waféhaugh equates th aét cf Erccessing

information with c@mprehenslani He Explalﬁsi

Ccm§réhen51cn requires far more than understand-
ing the meanings of individual words and then fusing

 these meanings by some mysterluus progcess soO that

‘sense will result. It is this .prccess, this fusion

-itself, that. requires. a close égamlnatlan_ It has

.syntactlc and semantlﬁ :Qmpan%nts ab@ut whlch the
,llngulst ‘can pEGVlﬂE 1mpcrtant 1nférmat1cn.. (1369

‘P 65)

B ——
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programs for reading have been based on the alphabetic

principle of our language, and consequently, educator

m
M\

have been disappointed in linguistic applications to read-

ing. Also, linguists have been dismayed by the limited

application of 1i ngulstlcs to reading. Wardhaugh claim

m

It would be true to say that most reading expert
have given only token recognition to linguistics in
their work, with the consequence that the vast part
of what is discussed under the name of linguistics
in texts, methods, and courses on reading is in
reality very far from the best linguistic knowledge
that is available today. (1969, p. 30).

M\

In a speech at the 1968 International Reading Associ-
ation conference, Goodman states,

Linguistics is not something to believe in or
not believe in. It makes about as much sense for
'a reading teacher to reject linguistics as it does
for an engineer to reject physics. Engineering is
to a great degree applied physics.and similarly,.
reading instruction is applied linguistics. (1969,

p- 271) .. : - A - -

My position that psyéhcllngulstlc study has much +to -

offer to the teacher of reading is based on the. fclLaw;ng
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to the task of reading is his language and experience back~-
ground. In discussions of reading readiness great attention

has been given to the experience background; less to the
language background. When attention has been given to the
language background, focus has been on extent of vocabulary
and general ability to express ideas orally. Linguists
would give great attention to the stfucturé of the spoken
language of the beginning reader as it relates to the
written 1anguage he must process while reading. Beginning

reading materials should reflect the oral language structure

of the readers for whom they are intended.

1 examlnatian Df psychal;ngulstlc explanations of- :eaalng, I

amrmare-firmlyvccnvincéé thaﬁ:eve:‘that the 1anguage experi-

-ence appraach is the most logical, personally relevant, and

thearect;:ally justifléﬁ way cf 1ntrs§u21ﬁg children to

'réadingj”_ln;thls appr oach chlldren are reading language—s

'
#



1]
]

their language--and they can realize the relationship of
speech and reading as they use both the spoken and written
codes of the language. Goodman's explanation of the "recod-
ing" stage in which a child vocalizes to make the content
resemble oral language can help us understand the task of

the b;gi;niﬁg reader in relating print to speech. (1968).

This language proceszing re-
guires more than word recognition and application of phoneme-
grapheme patterns to decode unfamiliax words. The processing
of information definitions of reading need expansion and
investigation so that in teaching reading we can develop
children's ability to process information. Studies of the
relatiéﬁshig between language:ana thought should clarify
ﬁhergémpgehensian Erégeés. ;

‘If, as Bormouth statas.»cémgrehénsién_is,a,ﬁgspcnse
:ﬁg tﬁé 1aﬁgﬁage systémL then‘thecampcnents‘éf ccmgigﬁensién

must be examined in relation to language processing skills.

| M’ﬂl
[T

SjE, e
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(1969). 1In the beginning stages of reading, children rarely
encounter new informaticn as they relate print to familiar
oral language. However, at later stages, children must
process writtzn language containing new content. Hopefully,
linguists will provide communication models which relate

the comprehension process to language.

4. When a child's spoken language is different from
the language of the standaraiEngiish in’:éaéing materials,
his teachers need to know the essential differences in order
to understand the translation process required by the non-
standard English speaking learner. Teachers will need to
know the features of non-standard language which may cue 2a

readerx 1ncerrect1y in standard English. Baratz has iden-

tified the SYntactiéal features for the black inmer-city.

non-standard: speech.” (1969). -

“‘mance of ch;léren as- 2 réaﬂ’ﬂrallfgﬁiGaédmanéhéE?aéﬁélépeé,

a taxcnamy of readlng errcrs (mlscues);which relates error



w
0

types to the study of language structure. (1969). The
common use of oral reading tests is for diagnosis to deter-
mine instructional levels. When these tests are examined
for error patterns, they are examined according to errors
in word attack and vocabulary. These errors are classified
as substitutigns, mispronunciations, repetitions, hesita-
tions, and refusals without examinatisn'gf language factors
in the material which magvhave cagseé ﬁhe reader to err.

is

which i

j

scientific disci

source of 1nférmat;an- The educator and the reading

W

teacher who are charged with”agplicatibn of linguistic

knowledge to teaching teaﬂiag need ta”é:aﬁ up§ﬁ the know-

,leége'gfferéd:by linguistsf:”Eauﬂétéﬁs~ﬁﬁét'bé:32ti?érin'
%eklng 11ngu;stlc 1nfarmatlgn, aﬁa,mustfééﬁélépﬁiﬁstﬁue+i

tlénal st:ateg;és utlllzlng apprgprlate 11n§u15tlc ;nfg

mation.

ThlE gagér has dealt w;th Exglanatléns af the read— -

lng Pracess w;th a llngulatlc emphas;s., Llngulstlc 5tuﬂy
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of dialects, of the regularity of patterns in phoneme--grap-
heme relationships, of syntactical structures, of language
development, and of strategies of thinking which.depend
upon manipulation of language can not be ignored by educators.
The basic consideration is how the application of
reading instruction. The language of the reader is the base
upon which reading instruction must be built. The férmer
“misconception of eguating linguistics with a method of teach-
ing reading résgltea in a narrow and SEalléw.apglicatign
of linguistics to reading. . Lingqisﬁic-knswlaagé‘and-:%seafch
shéulﬂ.léad't@;imgzévements, not just changes, in reading.
instruétién. in: teacher educatian;'ané'iﬁ the éeéelapﬁeﬂt of

reading materials.. .
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Reactions to Dr. Hall's paper:

far have been of poor guality. For example, Bloomfield's
Linguistic Approach to reading precluded the introduction

of interesting reading material. This aspect of his approach
is a violation of educational psychology. Hopefully, the
current concern of linguists for laxge meaning-bearing units
of language will eventuate in more soundly conceived instruc-
tional materials.

1. The reading materials produced by linguists thus

2. Goodman's findings in psycholinguistics cast doubt
upon the value of our whole testing system in oral and silent
reading. Perhaps the diagnosis of reading problems could be
improved by an examination of the language patterns which a
child brings to the printed page. If the examinexr were to
compare the child's language with the linguage patterns creat-
ed by his oral reading errors, +then more helpful diagnostic
information might be the result.



QUESTICNING FOR THINKING:
A TEACHING STRATEGY THAT MAKES
A DIFFERENCE FCOR DISADVANTAGED
LEARNERS

Walter Gantt

The nature of citizen dissatisfaction with the schools
and their curriculum offerings is evident in current reports.
Gne néwsgapér (Afrﬁ—Amer;can, 1§§9) qﬂﬁtéé a parent<wha said
that children need to understand "the processes af‘th;nk;ng
and feeling"; Gr@nin and Crocker (1969) tell ab@pt a1 group
of parents who demanded that the pr;nclpal be transfexrred
because, under him, studant réaﬁlng achlevement had not ;ﬁ—
pravea.b In view of the r331stanﬁe to rlslng school budgets,
these grltlélSéS must-he facea 1f public sﬁppart ;é to be
cantinuea;. iL the 1east.‘practlces‘and a:h;eveﬁen£s ;nz»
schasls,ras in anf gthér.iazge bu51néss.entérgrlse,'w111 be
Vsubjaﬁﬁed tm lntenslféeﬂ sur&eiliancé;”Eﬁaiésaﬁé‘mcrerisr'

the 6eman6 be;ng heara that the 1nst1tutlcn be held ;esgcns

94




95

This ultimatum is not a one-way challenge: teachers,
too, share the alarm over the number of poorly educated
youths who leave school each year unable to express their
thoughts adequately or to make responsible judgment. Many
have tended to view the language of the printeﬂ text as that
of an alienvﬂamain_ These yauﬂgsﬁérs, éisadvaﬁtagea within
the traditigﬁal schcai.setting; are potential power kegs;
The inareése in théir numbers is reflected in the g:éwing
volume of calis to sécurity; administrative, anargurfiﬁulum
to ﬁare.feépan51vr;téachlng sltuatlcns.

Hawéver; the s;tuatién can bé aPpﬁéachéd w;th an
atti*uée of. hgpefulness. The:é is a‘érﬂﬁgné b@éy of aata
'(Gaﬁtt, 1959) to suggart thévnétlﬂn that w1th1n the‘pupll s
classrgém verbal ﬂlscéu:ée cués may hé léént;fleé by tha‘ 
téacher.tg ﬁh;ch herﬁéj raépéné.irsﬁuéias‘ﬁave beenkﬁad :éf

teaching technlques whlch make a élfférence 1n léarnlng

(Taba ana Elzey,r é:éﬁ)jéin the ranks af

_ thqse few ;nst;tutlﬂns:w_a are glVlng the study gi such

'strategiesfajsignificant'pla:e.1n'th21:1cgr:i§u1ums?,

[PV SV p—
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In general, educators subscribe to the dictum that
teaching for thinking is a primary function of the school.
IL.ess concurrence exists about what teaching for thinking
implies in teacher behavior and pupil acts. For the purposes
of this presentation thinking is concerned with those spe~-
ific tasks, discussed by Crutchfield (1969), of fgrmu;ating
problems, processing information and generating and evaluat-
ing ideas.

There is wide agreement that teacher questions are
the means of triggering the §ﬁpi1 raélies'which'eviaéﬁCE
thirkiﬁg-behaviar. Thé:e:is~aléa p:évalgﬁt;in.thé'litezature
;the idea that certain. claéses Df questlcns .elicit spec;flc
_kinds_nfEupil.raacticgs;; Sanaers (1365), hcwever.;gal;sr'
this-1atter Be1i%f fa11$§iéus;, :t.will‘bedemenst:ate&

:that frequantly, degéndlﬁg ﬁ§§n ,h; ;eaalness Qf the chllﬂ

a: lang d:awn Qut prccess Df pup;l-teacher actlvlty must

precede the appearance Df “hgughtful pup;l behav;cz.ﬁ.ln_;;.‘j 'f '

“its fcste:;ng sf ‘group crlentéd strategleglrthé Schaal hasih.

'cften neglecteﬂ the ch;lﬂ wha réaulzea a ﬂcre 1nélv16uallzea_ '

'apprgach,

O
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Obviously the teacher's repertoire of technigues must
include multiple strategies involving gquestioning. Also,
planned strategies of instruction must begin with an identi-
particular time. The clarity with which the teacher envis-
ages the ends of instruction will have considerable effect
upon the strategies he devises for their attainment and the
extent to which he guides the efforts of the pupils in the
desired direction.

As stated by Dewey (1910)". . . the origin of think-
ing is some perplexity, confusion, or doubt. Thinking is
- not a case of spontaneious combusion; it does not occur just
on 'general principles'. There is something specific which
occasions and evokes it." Teacher guestioning is one means
of evoking this response. The intentrcf.thisvgrticle is
" to meet 33.3395355é§~nee§,fér,spéeificvguiaanéeviﬁ.qaestian-
ing téehﬁi§u35 far teachers ﬁhigh caﬁ éehiévéitha:éééirgd

results (Crump, 1970).
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Classroom Strategies

a plan to observe the development of thinking within the
foregoing conceptual framework:

1. What verbal cues are emitted by children to show
that they need help with thinking?

2. What kinds of teacher gquestions facilitate
children's thinking?

Typescripts of reading lessons in several first grade

classes in an urban inner city school supply examples of
both the children's cues and the teachers' questions. The
first grade was chosen intentionally so as to demonstrate
that:

1. Deliberate instruction in teaching thinking may
be started during the bgginﬁing of the child's
school 1ife-_

2. Illustrations anéﬁpe:SQnaiiéata can be used to
extend the limiteé verbal resources of the

tea text atf that level.

H

pr




\W\
\W‘

3. Teaching strategies responsive to the child can

result in a noticeable improvement in thinking.

m’pm

The term "disadvantaged" is pertinent primarily

‘[ﬂ\
I"M'
ﬁ'
\ﬂ‘

in those ns in which teaching strategies

are inadeguate, inappropriate, or unresponsive

in their application to the individual pupil.

The units of analysis, or probes, which follow begin
with a pupil utterance which provides cues to his thinking.
The exchange between the teacher and that pupil is continued
until the final pupil utterance shows a trend toward improve-
ment or lack of improvement over the initial one.

1. (Class is asked about the number of family members

in their story located in the Betts and Welch

Students: Four. Five. Four.

Teacher: Why did you say five, Jim?

Jim: I dan'tzﬁnaw.-

Teacher: t, férs Jim ta ;11us ration) _ng many
é@_gcu,se%'in-the famiiy,:im?

Jim: Four. I was counting the dog, too.




Analysis: The teacher is attracted to Jim because

there is an apparent discrepancy in his statement

which is not supported by known facts. An ini-
tial probe shows an uncertainty which is resolved
when the teacher changes his gquestion to enable
Jim to compare his perception of the situation
with the actual context. Jim progresses beyond

1is unsupported response to an explanation.

(Pupil is asked to contrast two pictures in order
to make inference about why Father' is confused
during a game. She reports on the content of

the second picture only.).

Martha: Because the father is not peeking and

the mother is holding up a bon nd

m

Jimmy are holding up a doll.

‘Teacher: What hava'they ﬁsge.iﬂartha. to have

fun with Father?

Martha: They . . . . gr(léng‘péuge)

. 107
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Teacher:

who has the doll in the picture on

h

old?

o]

page 6 when Father puts on his blind-

Martha

Sue

Teacher :

Whe has the doll in the picture on
page 77

Martha: Jimmy.

Teacher:

What have they done so they can have
fun with Father?

Martha: They changed it around.
Analysis:

Pupil shows an incomplete response to

‘Teacher reduces
the reguired activaity to its components and asks
g, = B = =

the child iﬂ;the;analyti:al unction.

tion. Féllawing
wthisrgrgéeéqrerthE—téa:héf reiterates the initial
'guestion and the child then has sufficient re-

sources to draw conclusions on_his own.

Hgtmt e



3.

(Teacher asks pupil why did he think Father was

surprised when he removed his blindfold).

Roger: (No Response)

\U\

Teacher: Roger, have you ever bkeen surprised by
something?

Roger : Yes

Teacher: What happened when you were surprised?

Roger: I was happy.

Teacher:  Did you see something you didn't expect

"get something you didn't expect to get
~that surprised you?

Roger: Yes

Teacher: What was it? Do you remember?

_Roger: Because I didn't expect t.' see it.



il-*‘”
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Teacher: Good. Why was Father surprised, then?
(in Mother's hand).
Teacher: What had happened to all the things he

had seen before?

Analysis: Pupil does not respond to teacher's
guestion. Teacher attempts -to determine if
difficulty is one of meaning by requesting an
éxample‘fram thé child's personal background.
These results are not definitive. Teacher suggests
a'situaticn'téthelchila;in which an instance of

the concept might occur. Ehild_:espﬁﬁﬂs with an
illﬁstraticn‘anéfarawsan'énalagywtd;thé situation
in the story when the teacher repeats the initial
;'questiaﬁi;: 7 | o4
Summary
A survayaf»tthanalyses~Df_£hefaregainé_p:abgsshcws
thaﬁ théipupiiéraviaesf;u;s.tayhisnneeé’fg#:helgﬁith-thinkf

ing when he:
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1. isg unable to utter or complete an explanation
of a concept.

2. does not interpret what he has said by defining,
illustrating, rephrasing, or giving an example.

3. repeats irrelevant or disconnected ideas.

o

cannot supply data to support a statement or

position.

L

is unable to use data in a related or associative
situation.
6. cannct derive logical conclusions or make appli-
cations in new situations.
The "something specific" cited from Dewey near the
beginning of this a:ticla is represented ;msﬁg»thg teaching
techniques illustrated in the probes. Instead of relying

£

mainly -upon certain classes of {what, ‘who, how,

uestions-
why) the teacher follows through on_his*pe:céptian,af the

pupil's neeﬁ i de:;ved frgm cues’ in their’ verbal behav;ar,

Etrate,iég_taféngage in--

by using g@va:igﬁ” of ,uestlanln” 

-the -foll aw;ng Brﬂéess behaviors:
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1. Rephrasing questions in order to assist pupil in
recognizing the basis for his perception of a
problem

2. Assisting the pupii in acquiring data to evaluate
and make his own judgments

3. Referring the pupil to resources. to support, clarify,
and supplement his statements

4. Assisting the pupil in analyzing content useful
in summarizing and érawizg conclusions

5. Leading the pupil to identify more concrete in-

stances of a concept by.suggesting alternatives

when he is unable to respond on a more abstract

6. Drawing upon the pupil's experiences as a source
_éf.meanings;usgfgl;inlinﬁgsgreting unfamiliar -
. situations,
It is of interest;téfGESErve that in several probes

different results we;ehgbtaineé;f:sﬁ;iﬁéntica};;éa&her gues-—

[n] ’

tions asked at,éiffegggt stages of ?he,st:atégy;qWFew,questiénsg
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on their own, were sufficient to elicit the response which
was facilitated eventually. Only after an appraisal of the
complete interactive setting--pupil-teacher relations, ver-
bal sequence and structuring, mutual respect and responsive
ambience--does an awareness of the process of promoting the
improvement of thinking emerge.

The units dealt with in this article may be narrow
in scope but the strategies show the possibilities, even
at the first grade level, for developing basic supports for
later cognitive and affective structures.

Teachers at the pre-service or in-service levels may
hereby be givén guidelines for helping the otherwise dis-
advantaged learner make the difficult transition from the
~ language patterns of the neighborhood to those éf thE‘SEhDDl;

In the process heris*assistéd~in'aevelaping—rewaﬁéing,and

positive feelings of accomplishments as he engages in the

expressive aétivity?whieh'aceémgaﬁigs:thaughtfgl behavior.
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Reactions to Dr. Gantt's paper:
1. This position paper was termed "non-controversial."

2. The teacher, not the materials, controls the learn-
ing situation. Therefore, materials which might otherwise be
boring and irrelevant, can be manipulated and made relevant
through skillful teaching.

2. Teachers' low expectations are often at the root
of children's failure.

4. Answer-oriented questions would not threaten a child
if the teacher used alternate stategies to elicit correct
responses when necessary. A child experiences failure when
his incorrect response is rejected and anotiher child is called
upon for the correct answer.




